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The vreat vhote: Ten oLearvs Lates,

With a Megest Froreoo: sor Seadang Sta, -

This paper has a dazal purpesc in the Zira.t pare T <1il sresent

Learning to Jead: Tne Great Cebate, the Caraeyie Corperation supported

study pudlishec meiriy 1J vears ago. la the second pars, © will presaat
By prelininary thoeuzhis on a tnesry of reasing stages—-a develepzental
schexe that I have beca working on over the past séveral years. iopefuily,
it @ss prove useful ia understandiag the readiny process, how it develeo.s,
and how it s affected by envircnzeazal tactors. It =ay also help explain
the periodic controversies we seex suoject %5, particulariy with regard

to early rzading.

In a real sease both parts are related, since ‘e bezinaings of the

reading stages were alveady presented in The Great Decate Ingecd, as

stated then, I could make no seanse out of the conflicting experimental :e-
sults from cocparisons of different begianing readir; methods without
hypothesizing developzental changes in feading,by age zad graée of pnpllé,
for the different cozponeats of reading--within the differeat :gchbéé;-
oral reading, silent readinz comprekension, word meaning, et:. Thus,
vhile some nethods seemed to produce an icmediate, early advantage on
some components of reading, other methods seamed to be mure effective
vhen coépatisous were wade at a later date.

Our explanatioca for this was that essentially the facts of vegianing
reading fitted better a developmental rather than a single-process theory.
That is, the results of the school and laboratory experimeats we analyied

as w2ll as che ciinical findings s-emec¢ to iniicate that the first task

an learning to read was learniag the relation Detween souads ana letters--
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decoding. The second task was reacing ror content aud weaniag. The
siugle-process theory, the nore proaisent duriig the early 1960's, viewed
teginning and =more mature readinz as esseatialiy tie same. Thus, ceaning-

™~
ful reading iraz to be eupiasizes from the ﬂfart.

1}

Fart I--The (reat Debate: Ten Years Later

I will bde concernmea prizarily sith tha impact of cur findings ana
recoczendations o the major issue studicd--the effectiveness of a
decoding versus a meanidg-exmphasis Sor beginning reacing. The impact of the

other relatad issues studied (the effect of knowing the alphabet and

dounds on reading achievement, early versus larer reading, conteat of
readers, testing of pupils, gradiag of materials, aad research in beginuning
reading) will be referred to, if at all, in passing.

Before.ptoceeding. I should like to say that I approached this
assignoeat with a little less than umalloyed joy. how can one be objec- y
tive about the impac: of one's work? 1Is it possible to be objective
about the impact of a book taat became, according to the publishiag
industry, a best seller in education in a few months, and the subject of
educational cocferences and symposia {Versacci and 'Larrick, 1963; Burrous,
1968)? At the same time it was revieved with a Jittle less than delight
by suxe reccgnized reading scholars, but glowingly vy equally recognized
scholars somewhat outside the field. Tne covtruversy has now aied down,

anc it nas beconme one of the required readings for gradudte students 1o

reacing and leaguage arts, for undergraauates preparis;, to i*e teachers,




and is included in the professional book collecticns of most elexvatary

schools,

I hope you will not juuye these rezarks as signs of jlarin, {r-
modesty. Yet it does seen important to meation that ic the aearly ter
years siace publication, the hasic recommendations, even tic terminoloygy,
iave pecose part of ihe tneory and practice of begizairg reading to such
an extent that the attridutions are row ozitted in nost jouraal articles.
The issue f{tself has beco=ze so Tuca a part of the scene, that {t is

not uncoazon to find an article ir receat issues of The Heudin~ Teachner

proclaioing that there is more to reading than decodiag ana zeaning.
Also, that thece is more to a reading progran than whether it has a code-

emphasis or a meaning-eaphasis. I do not, of course, imply a cause and

effect relationship. The Creat Debate was part of a trend—in research,

in curriculua developnent, in classrpom practice.

The impact of the book seemed to be first daong users of research
knowledge—aurhors and publishers of basal reading programs, producers of
softvear for prograzmed iastructioa and for multi-media programs, and
authors and publishers of reading tests.

Another group that gave it early attention was, 1 thk, the researchers.
During the late sixties and early seventies, there-were probably few graant
proposals for research in reading that did not cite it. It was often used
4s a backup to the statement that the research ia reading was less than

satisfving, but could be improved with the fundiug of the project uanaer

consideration. It played a more active role in the rationale and, I believe,

b also the ploaning of USOE's Targeted Research Studies in Readinz (Davis et a'.,

- L ,
. ERIC |
== .

.
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1971, Corder, 1971). Although some of the widely used R & D reagiog

projects were startfed earlier, or about tne same tize, I belfeve that it
had an iimpact on t&e nore recent ones. Altogether, as vere tie ones
developed in the 1960'5, the later ones focused on & code emphasis for

-

beginning reading.

SR

Its {npact 01 teacher education came later. dut i3 came. One of the

effects wvas zore Jx:cnsive sections an decoding in oew textiooxs on tne
teaching of readxdg acd in revisions of older, standard textbooks. Another
effect vas the 1nJlusion of descriptﬂons of different methods aand approaches

to beginning readﬁng in wethods textbooks and in separate books. Generally,

¥

the strong consengus for a singlc—pr@tcas. meaning-eaphasis anproach was

!
broken.

i
! .
i 3

i .

l ‘ ,
i

i

3 Where are we now %g issues studied ifd The Great Debate?

i

1

: Our finding on the issue of coderenph&sis versus meaning-ecphasis

H
vas that in spite bf the shortcouingJ of the individual research studies,
! Z

1f one examined thém developmentally,| f.e., by succesaive school grades

L LA A

tad on different components of readinF the codi-emphasis prograns pro-
duced the better recults, at least th?ough Grade 3. With many qualifica-
f tions aand reservations, we recoﬁmende+ a change from a meaaing to a code-
emphasis for beginning reading progra#s. Most of the then wizely usea
beginning reading prograns had a nean'ng ecphasis.

It would seem that ten years later, code-emphasis beginning reading

prograns are the predominant oues amng corpercially published reading

6




programs. Thev 1re al.ov fre style for NESS AT
duced vy tne major 2 4 O Centers.®

Helen Popp's (1972) unalssis of veslontag reslio, prograss pablisnes
since 1967 fiads, 1n general, o strosjer aecodin’ exnnasis. Trus, while
ve found in our analysis tpaet tne firse arade na§12 resdiang series pun-
l{shed 1a the late !3%'s ar. early 194457 taugul coascaant sounds and

bicnds, and pert.ys coascuint digrapns, Popp foung tnat first-irace

reading programs publisned fn tie ifate 1705°'s acd eariy 1970°s taugat
all of these, and in addition, vouels, vssel di,rants, dightiengs, vowels
controlled by r, 1 and w, and sinple curnounds.

This does not, of course, neap that tne zeaning-emphasts pPrograns
have disappeared. There are stiil strong proporents of meacing-cophasis
begianing readiug progreas. One of these proponents, fLenneth Cogdaan ©
{1969), who also serves as one of sqveral authors of tue most popular
mesning-eaphasis reading program, the Scott-Fores=an lleadiag Unlinited,
emphasizes the meaning aspect of beginning readingy:

Instead of word attack skills, s$isht vocabularies, and

word perception, the progroo must be designed to build coumpre-

hension stratezies . . ., . Children learning to read snould

see vords slways as units of larger, reantnzful uaits. Ia
[ that way they can use tne corresponiences between oral and
written English within the gemantic ane syntactic contexta
p. 32

Although the Scott-Foresman program may still be classified as naviag

4 strong meaaning-empnasis begianing, i: Is fzpurtant to note Popp's cbserva-
o

* ®*Althouzh some of these R & D readiny programs predated the Grueat Detare,
it is of interest to note now many depend on heavy decuding i trale
initial instruction--Wisconsin Design. Venesky Pre-Raading, Pittshursh
Individualiy Prescribed, SWR. Communication Skills Program (Zian and Ca. g,

7
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tion that exerclses fhat cost [®z.los Droyrans Cl3enily s cecoulay exer-

cises, are. tn Seott-Foras=~urn,

iadered urder compre .caqi- Tnus, "Letter-

sound relatioaship cues”’ are listwd there under “con,.reilvn,ign stratepies.”

The almost universasl sccestance of decod!

g 45 a4 =3jor objective

for the primary grades fs ssen as well tn receatly revised standardized

reading achievenent tasts. The 1971 revisions of the etropolitag Acnieve-

meot, Primary I and 11, eazh have a subtest called Wory Analysis sdded to

the traditional subtests of ward “eraning and Parazraph #eading of earlier

L

editiocas,

Perhaps thy greatest impact of the Great Letate sas oa Sesaze Strert

and The Electric Company. Both of these 3hows precuced by Ciildren's

Teleriston Workshop accepted, after guch discussion aud deliberacion by

advisory coomittees®, decoding as a major focus for teaching beginaing

reacing.

Hillions of preschcolers and cnlldres in the primary grades have

leatned the names of the latters,

the relation of jetters to sounds, and

how they are cotbined to form words.

Tne popularity of these shovs (shout

7 11111102 watch Sesame Street and about §

millioc The Eleceric Compaay}

and their wvide use in schools, particularly

The Electric Coapany, halped,
?

&
ie tura, to legitimize this practice aznoag parents and teachers.

It 8130 seens tc me to be a tenable hypothesis ¢t

har thesge 8NOWs

particularly Sesame Street,

put au end, for the time being at least, to

soother controversy current cduring the 1960°a: whetner it ia bhetter to

give earlier or later reading instruction.’

It woull seea that riun resuirs

which millions of parents saw from early reading fastruction on Svsase

[4

#The present author has been on the Advisory koard since 1963,




Street arms T % bPlertys i T mere nsTy Yiln e L, 0, e 4o e tued

thex. Tiis 1o tori tevefueliic!l i F Lo 'e =r =) mat. e gz entina

nf gome Piagetiar 17 voriat .o, Furtn, 1174w, arg Die_:: LR Y tlerz wews

to be few seric s - e 2P _atet reatics fngrpoovs- TLie pfesenl Livae
U Cannot ezrnasize onl..: 1nal CRanges ia eZu ati,.al FTaCt . Te 02

00t cuse fros cne tese s Te-CTY aicre inlewd, tuete vire Gfier rTe-

< hd - -
fermeat 23d to tre Loracr of Do Gres:i cebate
Toe 27 LIGL Fairst Crate [ ieralive realass Slecirs zoad and Sv~3lr3

this (Staufler, 1%LL,. Oue of the flriings of T-e Corrdinating Ceater
(gond aad Libstra, 1397) wis 2.3C hazal reasin TTYRT IS sLapTieceniel b,
separate shonics prograss produced  selter rax:lty 10 redaciag 31 1 .

s#ad of Grade 1. Trere was sooe loss ip the é&ivantage at the end of Grade 2
and the feu ;:uéies that continued till the ezd of Grade ] seemed to find
few 1f any differsnces at that point, However, Dykstra (1968) one of rte
project coordinators, found after a reanalysis of the Z2arta, an advantage
for the code-exphasiz zethods through Grade 2. 1In a later rerart, he ron-
cluded even zore strongly for the efficacy of a code - 23 corpared to a

meaning-exphasis in beginaing reading. (Dyrstra, 1974)

e
»

Would my conclusicy rezar.ing rhe bhencitts of a ChuP-@mLI3415 oo

.5

same today- afrer 'L —ave ;edvrs af resedarc.’ I aculd fean to 595 e,
since I do nct sec any viable data o7 disceafirs 1t. 1 a4z s.are -f € ..

review by Coruer {14971}, gre of trnz .S%¢ Torgetced Peaearch Lt ..ies sr

Peading. The review included reth033' ro~parisons pudlis-c: siace 1567

*5ome interpreters focused oo the larpe Lififeresces w.tlii metn e, .,
cluding that the teacker vwas the most essentia; factnr. Tiiie observati n
was interesting silunce only one of the 2, studies Chal! and Feldmann, 1946,
sludiad the direct efiect of the teacher. 9
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33 well a3 tanse woverel 14 C.r 5203y, Thes were - e STTiuier i Luair
cefteria for inziuai:g a st.dy .2ing tne Geposre praocelre (L370%Y . Tra sverall
concliusion ¥as L at thoere 787 o2 oo <oaclusica. ‘I¢ 1s clear riat tae

present pody of Lsiteraluire 15 tog lagimplere, oo frizzente,, ane tod

oftea conducted ard repsried oo o seneral a level to we very useful.”
(Corder, 1971, p. 137)
Admittedly, our criveria far frcluding an 2xcluding research was
not as strict as Jorvder’s, We vere perhans norte notivated by a desire
to make raticnai the basis for practical decisions {n beginning reading
instruntion than for evaluating the nature of the research design. If
one's task f{s to tieip those vho must make the practical decisicns, then
cae hesitates r5 conclude that we wait another generation ¢r two tor better
research, Indeed, one does the best with what cne has,

With regard to the possibilitry that an initial gaia “vashes out,”

the follcwing hypotheses raised by us in The Great Debate {n 1967 sees

apprepriate also for today.

Whether an iaitial code emphasis keeps its acvantaze
in the middle oad upper eiementary grades, and later,
depends on how reading 1s taugut in these Srades: 0w
much the reading prograz streases lasguage aad vocabalary
growth acd provides sufficiently ciallenging reading
naterials. If the reacing progtazs are ust challes,ing
enough fn taesz respects, tne early advantapes will
probadly be dissipated.

Par: I1--A llodest Pracosal for wex

With the 1ssue of the wasnin: osur' of early advanis es, [ cove te

2y

the gecond part of the paper--a bSrief {n*roduci:on to a schewe on wrselop-
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nental stages for reading.

My current talaxiag ane vore for tae Past several years has been
concersed with tnis scaere, whics to a certain exteat, picrs up wnere [

left off 1n Tre Greal Tebaze ans in a later paper (1563).

Essentially, as I found thea that I could uandersiany the conflicsing
results fros eariier stidies only by hypctneszzing 2 Zevelopoental codel
of reading, so now I find raat £oe sche=e can help answer some adgirional
trucial questions. The first (3 tne alzost persisteat fiaciag that eariy
advastazes in feaziay scores, ecause of izprovezents §a 2ethod or other
chaages, do not seea tc Lolg up (3caa asd Dykstra, 1567, Corder, 1971).
With a greater understanding of now reading changes witn chroaological age
and ma:ufity of skill, agd the x:ind of practice that would be needed with
these changes, it =ay be possible to find viable explanations for aot
maintainiag the initial advaantages.

The second body of data that I‘hcpe it will be aole to explain is
the stroag association of reading test scores with.family background
factors. The knowiedze about this association hasféxisced for nusdreds
of years but took on a new inperative with the publication of the Coleaan
Report (1965) and the more recent IEA 5Study of Reading Comprehension in
15 countries (Thoradike, 1973). This relatioa is so 8Lroag that once it
is put iato z mairix, it is difficult to find a siguificant relatioaship
for any othe; factors, pavticularly school factors. The potency of
general background factors appears even stronger in the [Ea4 Teading study,
vhere it vas found that children 1a developing couatries achicved enly

about a half of the read.ng maturity of caildren ia developed countrinas

at the sane age and years of schooling. A developrental model of reading




might he’p explaia, at various foints 1a the cniid's life and ia tae

r ; / . -
developmeat of his reading skill, the infiuence of aca-scagcel as wel) as

school factors.

The following pages presect a brief introduction to reading stages,
% brief delineation of the Readinz Stages, and suggestioans regarding
the values of the stages for research, for igstruczion, for evaluation.

and for understanding the reading process aad how reading dé@elops.

Introduction to reading stazes
'_—M

Although 1 tend pot to refer to the reading stagzes as a theory, I
do hope it will lead to questions that can be eicher confirmed or dis-
c&ﬁfirucd. I am hopeful, too, that it caa help #:edi:: and coatrol. I
feel more comfortable about calliag 1t a podel, and even better, '
scheas—a scheme for arranging facts from existing basic and applied re-
gearch, from the visdcm of experieace in the ciassroom and clianic, and
for planning aev reseacch.

The focus of the scheme is on what 220es on in the indiviaual and
in the eaviroomeat to briag tne reader through the various reading stages
;o maturity. My major concern is with how readiag devglops, how 4t
svoives from its primitive beginnings‘to its most mature forms. How,

in essence, does :he reader change as he proceeds from tue Cat in the hat

to the financial page of the New York Times?

The scheme is frankly macroscopic, but hopefully will per;ic a tie-
in with microscopic data anc viewss. It does not hope to explain what
happeas to reading in a second or in a minute. Such 3 conceptualiz;tiun
of reading 18 similar, I think, to clarszic ger® theory in blology aad

wedicine. This scheme is, I tiuink, closer to a pudlic health wodel, .

W
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While many diseases do come from germs and viruses, tiie latter model
assumes that much of it can be preveared and alleviated by providing
nealthful, benevolent enviroarents.

I will not dvell on whether the "gera" or "public health" mocel
will prove zore useful for the theory and practice of reading. 1
wish only to say that eavircnzental factors are only recently 1,
attention in scudi;s of the effects on acnievement of teacher-pupil inter-
action (Chall aad Feldmann, 1966) and different classroon orgaaizatioas
(white, 1973; Stallings, 1976; Bloom, 1976).

The presentation to follow is oaly a brief introduction. Because
of space limitations we canno* preseat findings on relevant research on
readiang stages. We are still at work on the relazi aship of the stages
to follow with those from Piaget and other developmeatal schemes such
as those of Konlberg, Eriksor, and Havighurst. Ue have already made
considerable analyses of the reading development models of Gray, Gates,
Russell, and others. These will Le presented at a later cate.

Instead. I present now, those aspects of the scheme that will convey

the idea of our present quest.

Background of the Scheme

As will beccme clearer later, I owe much to the work of Piaget--
for his theory of stages as well as for nis stages of cognitive develop-
meat. I owe also a debt to Peter Wolff's monograpn (1%o0) comparang

Piaget's developzental thecries to zhuse of Freud and psycnoanaivsis,

, Also influeacing oy thinking were Kohlbery's stajes of rmoral developmeat

H
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and Erikson's of social developament.

" With regard to the advanced read'ng stages, the greatest influence
came from William G. Perry, Jr.'s (1970) study of the advanced in:elleé:'f
tual and e:hicai development in the college years.

While all of the above were influential, ny major focus froa the
beginning was;on reading development. ily own earlier work on readabilicy
(Chall, 1958) was a strong influence, as was my more than twveaty-five
years of experience as a clinician diagnosing and teaching childr;n and
young people with severe reading disabiliity. The unsolved problems I

found while researching for Learning to Read: The Creat Debate becane

the most receat impetus.

Generally, although the present scheme was "pJ;hed off" by the Piagetian
stages and by Wolff'; analysis, my objec:ivé bhas not Leen to confirm or
disconfirm Piaget's geéeral cognitive theories for reading, Instead, 1
have sought in his work and in the work of other "developmentalists,"
1deas and methods for developing a scheme that would be of value for
undctéianding reiding. following are some of the hypotheses u; have been
generating: p

1. There Qre stages in reading, similar to Piaget's stages of
cognitive development, that have & definite structure, that differ from
each other in qualitative, characteristic ways, and that generally follow
a hierarchic progression.

2. Reading is, at all stages, a form of problea solving where the

reader adapts to his/her eavironmeat (as per Piaget} through the processes

of assimilaticn and actommodation,

14




In assimilation, he reacts ty absorbing new situations to his

existing cognitive structures. In accommodation, he cnanges in reac-

tion to & series of challenges in ais eavironment.

3. The iadividual progresses througn the stagesxby intericting with

his environment--the nome, the school, the largefyccnmunity and culture.

4. Measures of having rcached a given reading stage will add a

-

further, useful dimeasion to standardized, norm -eferenced as well as

criterion referenced testing. Such measures will add to a theoretical

uaderstanding of how reading develops, and to the technolcgy for effecting

intensified imptoveﬁenc tor thuse who need it.

3. The successive stages mean that the reader is doing essentially

“differeat” things in relation to printed matter, although the ternm

reading is used to describe each of these stages.

In line with the underlying differences in the reader's method of

problem 'solviag as he/she ptoceed; through the stages, differences should

shov up in such classic measures- as eye movement fixations and regressions,

eye-voice-spaa, rate of silent and oral reading, mastery of phonit elements

and generalizations, relative efficiency of oral and sileat reading cowpre-

heasion, etc.

6. The succes=ive ttages are characterized by growth in the abilicy

to read language of greater complexity, rarity, technicality, and ab- -”
stractaess, aand with a change in how such nmaterials

7.

are viewed and ysed.
The successive stages are also characterized by the exteat
*

to which prior kaowledge is aeeded to read and understand toe materials.

The more advanced the reading stage, the more the reader needs to know
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about the world and about the topis on which e is reading,

8. AT s@ch sta

LAl

e readers show charaasteristics *hat, if courtasued

too long, may prevent lhe developmeoat of tha next stexe. Thus, if the

v

accuracy and analysis (aad cystheais) neaded Guariug the deunding stage
aTs not sulceeded by rexding expotiznzes that rvequirs o {aster pane and

& greacer reliance on coatexy (Stage ¢ Cuafimmatiou), tiere azy be

holding on to ithe success of the =crlier SToze. Siwilariy, 1f the child

is not chellenged with the dsmands of acouracy ie gsiving cew faformation

as rejuired by Stage 3, -he cay perzis: in the less AtCuraiy . mora Cul~

-

tsxtual realing of Stage 2.
FaN - .
9. DReading .18 an affeciive zomponsat. The chtld's artivcides
tovard readiag axre relav>d to those of his family, hiz culiure, aud

school. A certais pcints in -he develcomant of reading, iull énga;e-

.
.

ment with the coctent and with the i-"ocess are roquired. Thus energy ana

daxring and courage are some of the aspects ~f developmeatal changes.
{ .

3
’
N

The Stages

- We present Sﬁlow, the vesding stages. The ages aad grodes given
for the different stages are to Le considered ayptoximatiq;s, hypotheses,
based or typical curran: educaticnal pcacticas and acnievements. Some
individuals may achieve a level of realing cnaracierized ﬁe:e as §:;ge 3.
at aic 6. Others may got achieve it uaiil sze 12, or later. Hpw many
reach Stage 5 with current educational practices .x not;kuowﬁ, but that

H
’

more sensitive and systematic instructicn can helip driny it about awong

-




permdt a fuller treatuent 4r the reading stages--Stages 1 to §. In
réality, some of the more advanced aspects of the Prereading Stage overlap
with early aspects of Stage 1. Uze of the characterisiics of Stage 1 is

becoming conscious cf what was acquired incidentally during the P-ereading

Stage.

i[ 25
%dNY @mOre than at prezent seeus strongly possibie (8locnm, 1976).
Only a brief preseutation of the Prereading Stage will ue given to

2rere-ding stage—Preschool to &indergar:en~ Age 0 to 6% °

* 1ie Pusreading Stage covers perhaps a greater period’cf time and
undecgoes & ;realer series of changes thaa any of the uther stages &4
chﬁ dirtd ca, watil [frst grade, the chiiid living 1n a literate culture
g}ch an aiphapetic writinv ~v¥stem accumulates a fuad of knowledge about

. ////icttcrs, vords, Jaud Mooxs. The cifld also develops visual, visual—notox
2ad auditory perceptual. swills needed tor tasks in beginaing reading,

Stage 1. The children Srow in coatrol over ianguage--the syntactic and

saaatic, as well as metaitaguistic, f.e., they "kunw" that spoken words

may be sw;mented, that the part: way be pcf on designatew parts of other

vords, that some parts of words sound the same (rhymlag,,alli:eratiod)v

i1

and *tiat word parts and sounds can be bleaded (syathesized) o form

S TRy T

*The original paper presented at the Confereance refexved to the existcace
of the Prereadiny Stage but did not alaborate. I was convinced tirat the
additional detzil presented here was needed by ‘Hichael Pozner's discussion
of tiis and cther papers.

w¢I am indobted for this observation to Gleada Bissex who studied the read-
ing and spelling development of her son from age 3 to 8 (Bissex, 1976).




"whole" words.

Although there is some disagreecent among investigacors as to )

whether individual characteristics or environment and experieuce are tue
more powerful in the development of the prereading skills and abilities,
most agree that both are involved, and that an interactional model will

prove the most fruitful for understanding and for effecting change

(Feldman,1976 ).

ibete has been considerable interest in and invegtigation of the
prereading s:;ge’during the past decade /{Durkin, 1966; Clay, 1966 and 1975;
Sodebergh, 1971; Jansky & de Hirsgh, 1972; Bissex, 1976). These investi-
gators have identified the reading and writing activities engaged in by
preschoolers, their problem solving strategies, the concepts of reading
and ~titing they hold during their different phases of development on the-

3
way to beginning reading.

#

Thus it is widely reported that preschoolers today* can discriminate
a2d name most of the letters of the alphabet. _They c3n write (print)
their names and som;>le::ers that are dictated. Some can ever recognize
common signs, or.bradd names on packages and on TV and words in favorite
books. -

! Many 3 year olds can pretend they can read a- book and reveal kaowledge

of essential concepts of reading: holdiag the book right side up, referring

vith a glance or finger(s) to the words on the page while "saying" the

words, and using the pigtureé for demonstration and elaboration, and
]

*This was not so 40-50 years ago. Gates (1936) in his

studies found less extensive knowledge of lecters aad souads.




turning the pages une at a time. Many childrea at this age have also
interiorized the universal features of writing and cam, when preseanted
with various approximations to writing, select one that most resembles
writing (Laviﬁe, 1972).

Extensive research on reading readiness and on early prediction and
preveantion of reading failure (Gates, 1936; Durkia, 1966 and 1974-5; Chall, 1967;
de Hirsch et al., 1966 ; Jansky and de kirsch, 1972 ) has dexzonstrated that
the various.ébilitieS, knowledge, aand skills acquired during the pre-
reading stage are suostantially related to success with reading at Stage 1.

L

Stage 1. Initial reading or decoding stage--Grades 1-2, Ages 6-7 /
/

The essential aspect of this stage is the learning of the arbitfaty

set of letters and associating these with the corresponding parts of spo-
ken words. The qualitative change fhat occurs at the end of this stage
is the insight gained about the nature of the spelling system of the
particular alphabetic languggg used.* '

While in this stage, childrea and adults interiorize such cogaitive
knowledge about reading as what the letters are for. How they would know
that bun is not ygg: how they know when they have made a mistake.

This stage has been referred to pejoratively as a ''guessing and

mewory game," or as “grunting and groaning,” "mumbling and bumbling," or

"barking at print," depending on whéthe: thirprevailing methodology for

beginning reading is a sight or a phbnic approach.

The transition from Stage 1 to Stage 2 is most vividly illustrated

*The insights might well be different for ideographic languagszs (Maraini, 1973)

_lu\
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by Sartre's memory of how he "taught himself” to read. he recalls staying

in the attic for hours, not responding to calls for play or meals, but

: persisting and struggling with his favorite book, he was determined to
read it by himself. He was "barking" and “grunting” and sounding and
struggling with the syllables for hours, till--what seemed to be a flash,

- an insight—he could read! HKe let out a roaz, and raa down to the rest

of the household shouting, he could read.

This great discovery--usually accooplisied with reltief and joy-;bu:
also with tears (BissEX. 1975), comes with more or less drama to zoat of

us vho become literate. It is a familiar ose to teachers of the primary

$rades, to remedial readiag teachers, to parents. On the surface, the
child's resding does nat s:iem to be very different, although it may be

8 lictle more fluent. On the usual tests of oral and silent reading, the
scores may be the same. But his/her understanding of reading has taken
02 & nev structure. It would seem, therefore, that new tests'to capture

this change would be necessary.

Jo & sense it is as if the child has recapitulated historically the
early fumblings of the discovery of alphabetic uriting, and to the equally,‘
if not greater, intellectual feat of discovering that the spoken word is
\ made up of a finite number of sounds. The work of Alvin Libetn;n and his
x associates (1967) makes this feat seem even greater. Since it is diffi-

x cult to hear the same sounds when they are in differeat positions in a
! word or in different contexts (i.e., following vowels ané consonants) a

caplcitx_fo; abstraction seems important even for Stage 1.

There are phases within Stage 1, which Biemiller's (1973) study of
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first graders' oral reading errors seems to bear out. Among first-grade
children vho were taught by a sizht oethod-emphasis, Blemiller found
changes in oral reading errors that coincided witn increasing ability in
reading. Biemiller's first phase was characterized by word substitutioa
errors, most of which were semactically and syatactically adequate. The
second phase was characterized by aa iacrease in go-responses, and by

more errors that haa a graphic resemblance to the prianted wordi witn a

loss of some of the semantic acceptability. In the third prase, there

was a continued concern witn graphic exactness but also a return to greater
semantic acceptability.

All children seemed to move through these phases ia the same order.
The better rea&ers progressed through them faster. The least proficieat
readers persisted in the first type of error--substitutica on the basis
of meaning and syntax. It was only when they appear d to let go of the
"meaning” gubstitutions and worked instead on what the word losked like,
that they ;a&e substantial nrozress.

"The Biemiller findings seem torrua counter tc the psvcholinguistic
theories of Frank Smith {1971) and Keaneth Goodmaa {1969). If one applied
their theories to the 3iemiller data, would Phasé 2 be rated as being
of lower ability since the children were more “glued” to the print than
to thka meaning? Would ;hqy coagider Biemiller's Phase 1 more advaiceq
since the children made errors that were more senantically oriented?
Indeed, Biemiller concluded that Phase 2, the greater concera with the

'Y
graphic accuracy, is i necessary transition from the seeuingly easy, smooth

reading ia Phase 3.

LA
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From still another view, it would seem that the childrea at Bxemiiler's
Phase 1 vere still engaging ia a kiad of "pseudoreading”-~the “reading”
common among pteschoolet; who retell a familiar story with the aid of a
picture book; recogaizing an occasional word, to help them remember the
stofy. It matters little that the book is upside down or right side up.

The nature of the errors at Biemill-r's Phase 1 suggests that the priat
st that timc-has only a aiﬁ:mal effact on reading. Reading for these beginning
first graders was an "insidé out” activity, which sounds very amuch like wh;t

mature readers do. They briag more to the printed page, as Edgar Jsle has been

enphasizing for magy years, thaa they take from it (Dale, 1967 ). Thus, in a

sense Phase 1 readers aAd wature readers seem to behave in a similar manner
toward print. They do not stick closely to it. Yet, the mature reader

.can stick to the priat 1if ﬁe Wants to, needs to, or nas to. tils going
beyond it is s codscious choice, one basei on kaowledge. The youaz child
i Phase 1 reading has no choica. He must supply his own words because

he does not know eaough abokt how to jet the author's off the printed page.
‘ Thus in order to'advanc;. ia order tc build up the skill for making
choices, the beginner has to let go of his “pseudo—aa:utify." He has to
engage, at least temporarily, in what 2ppsars to be less mature readiag
behavior—becoming glued to the print-——ia ordecr to reach the ''real maturity”

later. He has to kaow enough about the priant in order to lzave the priac.*

#This may be similar to tite seeming nturity of the younz child's art wotk.
His finger paintings seem to resemble thcse of Jackson Pollack and uis
dravings may saack of Miro. Yet, can the child's works be considered works

. of sart? Should he be discouraged from his later struggles with scemiaply
_ awkward horses and stereotyped houses? Perhaps readinz, too, must go from

wbat seems like a finished, rounded act a. tiie begianing, to wiat seeas

moxe halting sad dull in order to reach ..e maturity of choice aad che
gin{shed, rounded act.



Stage 2. Confirmation,

Ages j-3=

Essentially realing ac wnis stage i3 a consclidarioa of what was

leerned in Stage 1 tarough reading what 1s familiar srd ajready rzno.m.

And by readiocg fa:zilfar stories, szoclhness art fivency are gained. Al

this stage, readinz is "not for learainz,” whicn comes later, in Stagse 3.

Stage 2 is not for gaining new iaformatica, bu- for coafiraing wnat s
already known to the reader. Since the zontent of wiac is read is basically
familiar, the reader's ener;y can be conceatrated on the printed words,

and usually the most comzon, high £t?q;ency words. Also, with the basie
decodiug skills and insights jateriorized in Stage i, advantage could te
taken of what i{s said in the story and o000k, and satcoing it to ocne's
knowledge and language.

While some additional, more complex phonic elements and generalizaticas
are learned during Stage 2, and even later, it zppears that what zost
children learn in Stage 2 is to use.:heir decoding knowledge, the redundan~
cles of the language, and the r.duadancies of the stories read. They

gain courage ard skill in using context and witl it gain fluency acnd a

‘faster rate.

Releva-+ data regarding the reality of Stage 2 comes from the strong
predictiveness of che reading achievement test scores at the end of Srade 3,
as/gonpated with those at the end of Grades | and 2 (Kraus, 1973). Kraus
'iizo refers tc Bloon's (l96&2_data that by Grade 3, I1f a pupil ascores sig-

nificantly below the norms on achievement tests and does not receive special

*It is possible that Scage 2 continues throughout one's life and is
characterized, asong adulte, by tne reading of nspular fiction, zagazisnes,
mystexies, some parts of the daily aewspapec-reading froa wnicn cne daes
not learn too much that is new, and that is not too exacring, bHut 1s
confirming and satisfying.
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help, he/she will contiaue to experiance failure throughout the school years.
What kind of eavironmeat fosters the developaent >f S 6,3 27

Essentially it would require, 1 hypothesize, 2o opportuaity for reading

wany books chat are familiasr--faniliar because the srories are familiar,

because the subjects are familiar, or because the structure {s familiar

as in fairy tales or folktales. At ore tire the dible and rveligious

tracts were familiar. Familiarity wita the language patterns of these

books also heips. Cenerally, the greater the wamount of practice, the

greater the imzersica, the greater the chance of aeveloping the fluency

with priat necessary for the new difficulty to come--the acquisition of

nev ideas in Stage 1.
The reality of Stage 2 may also be seen iz the effects of adult

literacy campaigas. A tenable hypothesis would ba that Stage 2 is the

main failing point of most adult literacy caupaigns. The literacy cam-

paigns here and in third world countries seem to fiod that although most

adults caa get through Stage 1, they Qegin to falter at Stage 2: Thus,
reading of a newzpaper and'; pacphlet containing new agricultural ipfor-
mation, which require at least Stage 3 reading, will be difficult or
impossible for most. It would seem that the following explanatica may
prdve useful. After the literacy classes complete their Stage 1 programs,
there are oot enough readable nmaterials available, material thac is
familiar in language aod {dea fur the "new literates” to gain tne fluency
of Stage 2. Nor is there usually a compelling need to keep reauing.

For children of low SES* background,althougn a aiscrepancy is re-

potted from prereading on, the gap seems to widen at Stage 2. The child

RS 1llun¢d here and throughout to refer to the usual kinds of experiences

the chjldrcn arve axposed to in homes classifiad by the different socio-economic
1!101. Ve do mot mean the income of home but the overall experiences and
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whose pareats cannot affors to Luy books, or whuse own patteras of recrea-
tion and worx vo aot include oorro.ing boors and magazines fream a public
library, loses needed time for 2ractice. If the Pdrenls Jdc not resd regu-
larly to the child, developnent of language nay be slower (C. Chozsky, 1972).
tvea more, the child 1oses sui on tne ezotionally coafiraing responses

that books and rzading patter bring.

Stage 3. Recadiuc for 1eataing the cew--Ivim gne viewroiat Grades 4-0(7),

Ages 9-12 ()

When the reader enters Sta3e 3, ne/sne begins te read for kaowledge,

for inforuatiscc--maialy for what is new--but usually fro= one viewpoint. In a
gense, i: fits the traditional coaception of the difference bet.eea primary and
later schooling. 1In the p:iaaty grades the childrea "learn to read.” Ia the
higher grades they "read to learn." It fits in the sense that during Stages
1 aod 2 what is learned concerns aore :he,process of relacing priat to speech
than the relating of ideas ig the té;t being read. Very litcla nev.is learned
about the world from reading before Stage 3. ore is learned fron listeaing
aad watching. It is with the beginning of Stage 3 tnat reading begins to
compete with these otner means of koowtag. #ut at the beginaing of Stage 3
what can be learned from print 1s szill less efficient thaa what can be
learned from listening and from non-priat media. 8y the end of Stage 3, it is
hypothesized that reading may equal and begin to surpass the other media
in efficiency as a means of gaining new infarmation, particularly listening,
Although Stage 3 is primarily a'“con:egt“ 3tage, a process {s also

learaed—hov one finds information in a Paragraph, in a cnapter, in a book.

Also, how to go about finding what ome is looking fer, and efficiently.
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It i3 significaat to note that in tralitional schools, the fourth
grade, age 9, was the time for starting the study of the So-called sub-
Ject areas—history aaé geography, natural science. [he curriculus la
the first three grades included the language arts, and math. The "conteat"
subjects were oot included until the child had mastered eaough of the
literacy skills to deal with the books necessary for learnia_ __,ut tiaes
and places removed from hzs/heé direct experienca.

The findings frca the readability research of the past fifty years
seen to fit the proposed stage (Chall, 1358; Klare, 1974-1975). Stage 3,

which ve propose as beginning at about the fourth grade, fits the data and
experience about the distinctions between primary level reading mategials
and materials at fourth-grade readabilitv level and abo"é. Tae matzrials
at fcurtB>grade level and higher assume a change in the person rea&ing, as
compared to the ‘one reading primary level materials. The text begins to
g0 beyond the. elemental, common experiences of the unschooled or barely

schooled. The materials read by those at Stage 3 contain more unfamiliar,
#

"bookish" words that are usually learned in school or from books. Such

_ words may be learned from TV, but probably from the public service programs.

Further, to write even the simplest informative materjals--materials that
present ideas that the reader does not already have--a readability level of
at least fourth grade is usually required.

Thus, while in the &ecoding (Stage 1) and eonfirming stages (Stage 2)
the task is to master the print, with Stage 3 the task becormes the mastering
of ideas. And because this is a task quite different from, and mote

difgicult than, those 9f Stzges 1 and 2, it can be done only in a limited
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wey. Thuc I propose thar for most children, Stage 3 reading means learn-

ing how to learn from reading, but essentially only from ome pcint of view,
Stage 3 reading is also ~haracterized by the growinz importance that

prior kaowledge plays in reacing. Thus, wvhile the.main purpose seems to

shift froca confirming the cld'(S:age 2) to learning the new (Stage 3),

the need to know some of the new, if zore is to te learned froa the read-

ing, becomes greater. Tie reader needs to briag; koovledze and experience

té bis reriing 1f he is tc .iearn froam it,

With the one-viewpoint aspect of Stage 3, the reading is esseatially

for facts, for con:ep:s, for hov to do things. Any readiag for auance

and variety of v;eupain: probably remains mainly ia tae readiag of fic-
tion. One may hypotbesize that the time taken to progress from Stage 3
to Slagt 4 relatel Lo the many areas of knowledge needed in order to
7asd and understand oo the sizpler level of Stage 3 aad oz the more

sophisticated levels of Stage 4.

Stage 4. Multgsle Viewpolnts--High School, Ages 15-18

The essential characteristic of reading in Stage 4 is that it {n-
volves dealing with more than one point of view. In contrast to 2z
slemsatary schocl textbook on Azerican kizlory which presupposes Stage 3
tatiins,'thc one it tte high school level rzquires dealiog with a variecy

of viewpcints. It is perbaps for this reason that 2igh schoel textbezks

- age ;-aatilly besvier and larger than those at the lever sTades. Comparea

to the lover school texchooks, tiue lncreasec weight ~- doudi cap be

explairad by grestzc depth of treatmen: and greacer varfety .u polict ot !
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view.

Sfage 4 reading may be essentially an ability to deal with additional
- layers of facts and concepts added on to those acquired earlier. The
hother viewpoints” can be acquired, however, because tne first ones were
f 1cq#ited earlier. Withou: the single view of Séage 3, éhe rultiple views
By Stagf % would be difficult to come by.
- How is Stage 4 acquired? Mostly through formal education—through
3 the assignments in the various schonl textbooks, original and other
sources, and reference works in-‘the physical, biologicsl and sorial
= sciences; through reading of more mature fiction; and through the frec
3 reading of books, newspapers, and magazines. . ‘
Essentisly, in dezling with more than one set tf facts, theories,
and viewpoiucs as in Stage 4, practice is acquired in learning ever mere

difficult concepts and 1n how cae learns thea {rom books.

-+

) Stage 5. A world view—College, Age 13+

h ]

%— Stage 5, the most mature =iage, I take fron Yillism Perry's (1970)
4 p 8

study of intellectual development during the college years. He coatrasts
a8 lowex, quantitative apprvaéh to ﬁlgwledge (our Stage 4) witn a more

relativistic, qualitative approach.
4
-

In our reports, the most difficult instructionmal moreat for
the studentg—and pernsps therefore for the teachers as well—
= S8eRs to occur st the transition from the conception of
3 kxoviedgs as a quaatitative accrezion of Jiscreta righitnesses
2 ' {including the discrete rightnasses of multiplicity in which
everyons has a right tc his own opjnion) to the coaception
of knowledge as the qualitative ssezssment of coatextual
- observativns and relatiocships . . . .

ISR P b i

Perry (19703, p. 210
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Essenttally, Stage 5 reading means the ability to use reading as
one of many forms of knowinz and éxpetiencing. One has, when Stage 5 is
Teachea, learned to rad as ouch or as little of a book as oue needs to - *

»

for oae's purpose, startirg at the ead, the niddle, or the beginnlng.

A reader at Stage 5 knoQ; whaz not to read as well as what to read. Thus,:
to reach this sctage is to be able to use selectively the printed ma;erial
in existence in those area: of knqwledge_central to one's concera.

Whether all students can reach Stage 5 reacing even ;t the ead of
four years of college is open to study. There 13 sope evidence, however,
that more young people reach this qualitative, relativistic phase ?arlier
than they dii in previous generations (Perry, 1970).
Y
Successica of the Reading Stages
Bs:encial@y, it 1s hypothegized that each stag;-presuppnses skills
acquired in the previous stage, generally subsumes these in some fom,
and ia turn {s subsumed by the next s;ag;. A
l Thus, it is assumed that Stage L, the decoding stage, 1is built

_oa the ckill;, attitudes and kaowledge developed ia the Prareading Stage.
This does not mean that a child cannot lQarn to read without the full
range of prereadiag skills and abilities. Beginning reading programs.
have succeeded vwhere children did not have these skills through modifica-
tions 1n-the beginniag reading prozram itself (Gates, 1937). Yer the
cxistigg literature oa readiress does indicate that achievenent on pre-
reading factors is a good predictor of early readiag achievement at
lsast through the ¢ad of Crade 2 (stgge'l) Bond ananyk<Fra, 1967;

Durkin 1966 ; de Ht?:cn et al., 12ﬁ6 Jansky and de hira:h 1972).

\

\\

2=
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¥

Stage 1, in éurn, appears to ve a necessary condition for Stage 2

in the sense that decnding tests have a positive and significant correla-
tion with oral and silent reading rasts (Chall, 1967, Walmsley, 1975
Chall, 1976). : ' - ” '

Since these standaydized readi-g tests cannot use only words and
oo ’ - phonic eleﬁents that are tiught specifically in each child'’s reading

program, ft is a tenable hypothesis that mastery of Stage 1, and partic-

ulirly the ability te identify words not directlytaught, are necessary _

.

for proficiency with Stage 2.

Altﬁough Stkgc 1 becomes subsumed by Stage 2, decoding does not

stop alcogegher. The learning and use of correspondences  between spoke?
and gritten words continues in Stage 2 and other stages. It is used for
nev proper names and for sew words aot 1nne&1ate1y recognized., This, in
fact, continues also during Stages 3..4 and 5. In Stage 5, particularly,
dacoding 1s used for reading foreign names, for new technical words, and
for the icading of a new alphabetic foreiga }hngdage. ‘Indeed, it would ‘
seen that a Stage 1 type of reading was needed to break the Rosetta Stooe—
although probably all who tried did most.of their reading on Stage 5. Thus,
although the general character of reading changes wigh each succeeding . )
!:agc; the characteristics of previous stages tvemain for use i; situations

that ren:iczg chenm.

It is also a tcnablé'hypothesls thz . typical literacy behavior does
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%0t stay oa one stage only. Those who use Stage 5 for study and work
may relax with a my-tery at Stage 2.

Stage 3, reading for inforﬁa:iod, the first stage of'readiné
0 learn, p;esupposes use-of costext, fluency and natural reading that
i3 acquired in Stage 2. If these chzracteristics are not subsuned by

Stage 3, the energy required to concentrate on the new concepts, the

-

-

\raw nazes, the new facts would not be available. It would seem that
only when the fundamental decoding skills are achieved (Stage 1) and

'fluency has became habitual (Stage 2) can one use reading as a tool for
lnarning, even vhe~ the new learaning is relat vely straightforward and
unen\umoe;ed by a variety of viewpoints and subtleties. Since Stage 3
reading requires accurate attention to facts and details, the decoding
skills of Stage 1 are still used. And since it requires a confideace to

move ahead even 1£ a wo:d or idea isa't gotten immediately, it makes use

e |

- Stage 2 fluency. Also from Stage 2 comes the impottant insight that

the reading can make sense if the readey fills in words not gotten by
d- -oding. )

In a sinilar manner, Stage 4 subsumes Stage 3 aad the‘others. It
vould seen that knowing oue view of a sub}ecc or topic would make it
more likely that a multiple view can be developed; and from a multiple,
to ltﬁorld view.

\

Vg}éas of a readin; stage theory

1. Fo¢ research )

I chink stage theory might help preveat some of the persistent Bnero-

T . 3 f s .- . ..

A
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versies that seem to occur in the field of reading t:seatCh and practice.
The research in reading seems particularly subject to misunderstandings.
Ic is not uacommon for investigators to disagree over the meaniné of reading,
vhen-each seems to be coaceraned with a differeat stage of its development.
The proposed stages might help clarify what is or is not bz2ing studied.

The reading stagés may also help provide a framework for analyzing
and sfﬁthesizing various omodels cf zeading. Thu;, it would appear that
the peycholinguistic theories of reading >y Smith (1971 and Goodman (1976)
would start with Stage i. There appears to be no provision for a
decoding stage and little concern for the kiﬁd of accuracy required in
technical and scientific reading. Indeed, it is often suggested in their

theories that decoding "holds back" reading for meaning and that reliance

. on context for recognition of words and meanings {s the "idezl" reading

strategy at all points of developmeat.

To & great extent, their thecries, when applied to beginning reading,
resemble the sgghc and sentence mfcﬁods of the past, and the language
experience method of the present. According to these models, there is
only one reading--reading for meaning--essentially the same at ;he
beginning as at the tighly skilled level.

Stage theory may add to our krowledge of what it is that happens as
the individual learms to read at an ever-increasing level of maturity.
Although we use only one word--reading--for what happens at the various

stagea, inportant quantitative and qualitative changes take place.
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Measures to show quaatitative changes alrea@& exist--the standardized

reading tests for measuring the abilities of readers and the readability
o

foraulas for measuring the difficulty of the reading materials. 1Ia a

real sense, these measures are similar to existing measures of weatal

abilicy, Tﬁey £oo measure growth in ~aturity in terms of ages or

grades,

2

Such quantitative estimates have their value in that they can help
effect a match between reading materials and readers. They also help
deternine whether progress has b;en made from year to year.

What such tests lack, however, is the ability to 1nform the re-
searcher or :cnéher,.or clinician about the specific aspects and components
of reading thit have been nastere&, ahd those yet to be acquired. Thus,
similar to most in:elligéhcé tests, no provision is made for :r#nslating
the scores back ianto broader, qualitative, descriptive terms of the read-
ing process that suggest the necessary nexu steps for instruction and
practice. This is particularly imporrant in providing for the millions
wvho are seriously retarded in reading. It would help to know, for example,
what an signth grsdc reading level on a standardizzd :eadinz test means
nh.n an eighip gtadar, 2 tenth gradez, a twelfth grader, a college fresh-
Ban, or an adult seeking a high school equivalency certificate achieves

it. Caa such a score assume a mastery of decoding, of fluency, of reading

v

7gor facts and concepts? It would seem that tests of these differeat

?’”qnqlities would help us in research and in practice.

.
L]
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2. For instruction

Reading stages can contribute, ; believe, to a better understanding
of how reading is acquired and how the total eavironment as well as the
school eavironment and instruction may be optimized for pupils at the
differept stages. Thus it would appear that childrea who eater first
grade at the beginning of Stage 1* should have wore specific and system-
atic instruction than those who have made some inroads iato decoding.
This is because decoding at the beginning is usually amot self-zenerating,
especially vhen the child has aot yet been able to generate letter/spuad
r#lss on his/hez own. %%

The degrze of direct teaching’at Stage 2 would be relatively less
than at Stage 1. But there uould'be a need to eacourage wide reading,
and the classroom would need to contain lots of interesting books Qasy .
and familiar esough to 1nvite.:eading, and to provide the time and the
atmosphere to read thea.

If Stage 3 has been characterized properly, thes it would sees
that the focus of readidg ins:ruction in the middle grades should be
on, the textbooks, reference works and other sources ip the subject area
fields. Thus, one may, in a niglitmarish mood ask whether the recent‘ .

professional success of the reading field that bas contributed to extending

-

*aay children eatering Grade 1 are past Stage 1 acd well into Stage 2
since Sesame Street and The Electric Company, aad the general acceptance

~ by pareats of the efficacy of early reading. :

**These ars, of course, children who icveat their own spelling systems and
vho seem to teach themselves to read (Choasky, f{a press; Read, 1971; Durkiu,
1966) . Thess children, I believe, are exposed to much "ljiterate” stimu-
latfoa, and receive a great deal of reinforcemeat for these activities.
These conditions are nct met in most homes in the United States.
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reading instruction to the later elementary grades and even to the high
school, has brought with it the gains exéected? Could some of the receantly
reporied declines ia reading standards at the higher grades possibly be
attributed to the fact thatehuring the rédading instruction periods, the
"readiﬂg reading” period, mostly fiction is read, while Stage 3 requires
the reading of factual materials, which require exactness in reading and
1 recall of names, places, and ideas. Such exactness is cot neaded for

most fiction. Thus, while in Stage 2 reading it matters little whethner

- one knows that John Doe or John Poe is the hero, it does matter that the

third President of the United States was Thozas Jefferson and not Sasuel '

Jefferson.

Essentially, then, lﬁqualitativg, developmen:al way of looking at read-
1:3 may give us a useful set of questions to ask, particul.rly about the
fliluto points. Indeed, we may ask, why has there beea consistent "failure
point* rcpotted for Grade 4, the p;idt of tiansition betweea Stages 2 and
37 The questions could be directed spccifically to the apptopriate cngl-
lenges and iastructional strategies fcr effecting a traasition to the t
stage. Thus, the concept of proper match or challenge, a concept used £n
reading instruction since the early 1930's, might gfin a fresn look.

The 1nportance of an appropriate match for teading instruction has
been accepted for years. Most methods :cxtbpoxs proposs three levels :
for each pupil--an independent level for easy reading; an instructional
level for sufficient challenge; aund a frustration level tunat 1; top dif-
ficult. While specifications are givea for deterzining Qﬁe;hei given

-
aaterial is appropriate for instruction or for independent reading, there

is lictle hard data as to whether the-iadependent level does in fact lead
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to more comfortable independent reading, aod whether the instructional
level does in flct lead to more lcarning. There is some work by Bormuth
thaﬁ a;:enpts to dete;nine at vhat readability levels different amouats
of information are acquired (Bormath, 1975). There is also an early ‘
study by Gates (1930) on the ratio of "nevw' to "running words" in first
grade readinz materials that leads to tue best learning for childrea of
different levels of intelligence. It is sigunificant th:t feu,.iﬁ any,
such studies have besan done since that of Cates.

. The records on the produétioéiof readi.; programs by R & D Centers
saould provide ;hnc of the necessary d&ta-especially for Stage 1. See
Popp (1972) fot such 1nfornation on oue of the Pizgsbur h reading programs;
Atkinson (1970) for the couputcr-aided begiaing reading program at
Scaaford; the SURL veports on the Comwunicacion Skills Progran; ﬁhe
Wisconsia R & D Ceater Reports for the Wisconsin Desiga program and the
Venezky Prereadiog Skills.

Ho:t of tha curreat empirical data are relevant mainly to Stagze 1,

-l

decoding, nnd perhaps the :tage imnediately preceding it--the ptetzading
stage, Relatively little eapi:ieal data are avallable for S:ag;s 2 ard
beyond, with the exceptionsof the miscue analysis data collec:ed by
Kenneth Goodman and his associmtes.
3, Vor test results

Reading stages can help provide the broad iknaral principlas of
ch¢>d¢velop-cnt of reading needed 1n order to construct meaningful
ctiurioa "'Cfttmcd tests, diagnostic tests, ana ptesctiptive programs.

’

ﬂh-n some tcac publishers claia to measure the "379" reading ‘compre-
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hension skills needed by fourth g@édets, one wonders wiiether some of

the curreat technology designed to help teachers isa't going to lead

to a general state of paralysis. 1Yet tests are needed and schools, at
least, if not teachers, seem to be ready for criterion referencea tests
and other tests of mastery. -

It wvould seem that an understanding of what distingut sbes reading
at the varlous stages of devclopmen: would be cne of the esseatials for
salecting the crucial subtests and itess. Norm refereaced tests could
also benefit from a better kn;wledge of the qualitative changes in

reading (Auerbach, 1970).

4. TFor studying "literate” environments

Stages can lead tc systematic study of the "literate" emwir-
onments in school and at home that foster stage development.
Availability of books is recogpized as esseatial for growth in
reading. Are books more ésseatial for sume stages than for others? A
tenable hypothesis is that availability of books is particularly e-senti:}

for growth at Stage 2 and beyond, but not as wuch for Stage 1.

"2 tudying the effects of classroom eavironzeats

Stages may also prova useful in studying the effects of dif-
fereat kinds of classroon structure and organization.
Onohnight.hypoth.sizc that for Stage 1, where the children have
oot already lnrncd lettérs and sounds wd do not have fasight tato -
the lact -chat- the two are ‘telated, nnch has to be taught direetly aad
practised’ tematically. For childran who are learniag such things,

ooe can hypothesize that & more structured learaing eavirooment aight
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lead to more definite ga2ins than one where the child.en &ork on their
own nmore and are expected to discover their own generalizations (White,
1973, Stallings, 1975).

Howsver, where first graders already come with considerable kaow-
ledge and insight about decoding, they may wvell make better progzess in
an opea, unstructured learaing environnen:.. Generally, however, for
childrea, and fer adults in litedacy classes who are at the begianings
of Stage 1, more structure and direction thaa du?ing~5tage 2 is probably
naeded.

Stage 2'ers may thrive more under an open and self-regulated eavir-
onment since eacugh °£ the decoding elemeats and insights have been
learnad to engage in what appears to approximate “real reading.” It can
also be hypothesized that Stage 2 atrategies, introduced 1lightly and
playfully wiitle the readeg\:: still’ concentra:ing on Stagd 1, would be a
usefel way to encoirage the :ransic1on between t;:bscages. Indeed, a
"This {s ahead of you-=ii is to come lgtet-but let s :ry it now with no
prejudice” approach may be one of -the ways tc help studah:s make othey

transitions as well.

-

This may, ia fact, be one of the least painful ways to effeé&\a
transition from one stage to the next. A playful tryout of the next
stage may ancourage that familisvrity that contributus to the gupil's
confidence and courage. Iadeed, particularly durias the transition frow
Stage 1 to 2, puch courage and daridg are needed. Stage 1 success is
sssured if the elements and generalizations are learned aand applied, in

a cottrolled envirorment, on worksheets, workbooks, and very simple stories.
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But Stage 2 means selecting books, being unsure of some of the vords,
getting confused, beiog uncertain. The books may‘be simple, but whea all
the words in these sizmple books are addea up, they form quite a load of
words~-in the thousacds. Thus, if the reader during Stage 2 goes outside
the required text materials, something unexpected will be found that
requires confidence, courage, and persisceace.

Despite the success with books duriang Stage ;1_}c would seem that
soae direct iastruction may again be needed for Stage 3 wnere the exnpna-
sis is on acquiring new knewledge-;exact knowledge. And with the acquisi-~
tion of exact knowledge comes a need for a more extensive vocabulary and
ways of learning ihese froa dictionaries, eacyclopedias and other refer-
ences. It is at this Stage that the old -yet new question arises: ‘%ho
should do the teaching of reading——the reading teacher or the subject

matter teachers? . .

6. For those who have difficulty with reading

The stages may help us gain a better understandiang of the read-
ing aad other educational problems of those who experience persistent |
difficulties--those who have reading or learning disabiii;;es; and those
vhose retarded rezding is attributed to their lower educational, social,
economic and?or their minority statu;,,and/or their being Pilingual.

With regard to hypotheses within stage theory regardiag the poor
reading performance of childrea with reading and 1garnipé disabilities,

it 1s well to note that the bLasic characteristic 6f tiwe readiag/learning

disability childrea is the significant discrepancy betweea their reading

schievement and their mental ability. They do not generally have probleas
[ r—
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in understanding or producing language. At the risk of oversimplifying
the complexity of their problems, one may say that generally their ability
to derive meaning from print lags significan:ly behind their ability to
get it by other means. Their difficulty is usually aot with the under-
standing of 1&e§s and language. If they have difficulty with laaguagze,
it is with its metilinguistic aspects~-souad discrimination, segment:tion,
blending, sequeacing. ‘

!xﬁcrienca from clinics and classrooms indicates thar reading and
learning dieability children have great difficulty with Stage 1, with
decoding and also with Stage 2, fluency. Iadeed, the more severe the
reading and learning disability, the wmore there seems to be a problen
with decoding acd fluency (Chall, 1967; Chall, 1976). ’

" Compared to children of their chromological and meatal age, their

transitioca from Stage 1 to Stage 2 is more difficult and takes loagef.
It takes a long tize before they are comfortable with even the sizmpless
wok. They seem almost glued to the print, or still guess wildly.

The difficulc transitioa from the decoding to the confirmation
stage vas noted by naany of the early ianvestigators of readiing disabilizy--
Gvay, Gates, Orton, and Fernald (Chall, 1967). This proLlew continues to
be of concern. Sanuels and his associstes have Been developing iechniques
for effecting this transition, and toward "automaticity” (1975-76);

An overlong stay in Stage 1 is also serious for a cﬁild wirea the
rest of his class moves into Stage 3, and he cannot cope with it. Thus,
l;il provision ueeds to be made for the pupil's coatinued conceptual

snd ioformational developmeat which, in most schools, comes primarily

-
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% through and beyoad Stage 2. But with the advent of television, perhaps

4

- ven the curious and the lapely may oot discover books at this early age,

aince their needs for entertainmenc and curiosicy .ace et by TV.

-

Stage 2 cannot be schisved from school readevs and workbooks alone.

T ‘,%‘Ww o

To the extent that the echcol has great qmacznuxlcf children's books
acd makes them svailable in school and out,“te fhat extent will low
SES children achieve as well as niddle class childrea (L‘e‘:m:, 1971).

. >
Stage 3 will also need gres: care. The lasguage of. the texthooks,

. sacyelonediae Lad othsr informatioral books, be liun\ry aod "bookishu,”

s ' 13 aore removed froaithe laoguage of the homes of iov SES children, and

~ of lower middle class children. It would seenm, therefore, that the
oecessary coniepts and vocabulary, md the stratezies for reading such

v books, will need to be taughs. While it may be possible for most middle

aod upper class childran to move saoothly from Stage 2 to 3~~from the

flueat reading of simple childrea's books to the reading of textbooks
for th. acquisition of new laforwmation--it is less liksly for low SES, .
and cvcn lover middle class childrea, since aot only is ttm language mo
rencved from their realitisa, but the cooteant is as well. Begtnning wit
Stige 3, knovledge of zhe world Yecoses a major factor in readiag. It
wou 2 iﬁp‘jlt that the chiidren whose parents are closar :; ;hn world of
pover, knowledge, and science would have an essier time of it thea.

Thus, 10 order for the less advantaged childres to compete favorably
2 vith their zore privileged pears, they mst ba;;elped te pto. aﬁd“ﬁu‘cﬂgh
: the nuge‘:.i For success viéh Stages 3, 4 and 5, they aust be helped to

= systematicaily improve their kaowlaige of words, facts, {faeas——lesrniazs
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that their middle and upper class frieads acquire around the dicner table,
<

from the books falling from the family shelves, and from the magazines

cluttering up the coff. . vables.

ince the opportunities for such learning

cannot be provided by most homes of lower soclal status, it seems essential

that the school provides tnen-~and during the reading stages when they

are most needed.

3 13

b
A




i~

BIBLIOGR..’EY

Atkinson, R.C., Fletcher, J.D., Chetin, H.C., apd Stauffer, C.M.

Instruction in {nitial readipz (mder ccmp{xter control: The

Stanford Project. Technical R.pert iig. 158, Stanford: Insti-

tute for Matl;em#tica.l Studies n the Social Sciences, 1970.

/

Auerdbach, I. An %I‘“ of reading comprehension tests. Project

No. 0-A-0Th. Washington, D.C.: Office of Education, 1971.

¢
/
)

//, - ’
Biemiller, 4.J. "The Development of the use of graphic and contextual

information as children learn to read.” Reading Research

Quarterly, 6 197C, T$-96.

Bissex, G. ";mnted :tpei.ung and beginning reading development.”
Qualifying Paper, Harvard Graducte School of Education, 1976.

-~

Blooa, Benjazin, Stabi:u.g% and (.hége in Human Characteristics.

Few York: John Viley and Sons, Inc., 196k.

Bloom, Benjamin. Human Character! tics snd School Learying.

lﬂ, OGuy L. and Dykstra, Robert. "The Cooperative Research
Progras in First-Crade Reading Instruction.” Reading

Beseach Quarterly, 2 {) 1967, 5-1b2.
’ E_




- , 53

Bormuth, John R. ’—"Rea.ding Literacy: 1Its Definition and Asséssment,”

* 1o Tovard A Literste Society, John B. Carroll and Jesape S.
1

e |
Chall, Editors. New York: MeCraw-Hill Book Compary, 1975.

[}

Burrows, A.T. (Ed.) Revort on Readiggio_nrerence: Code Emphasis

or Meaning Emphasis in gading Irs.ruction, Center for Field

Research end Sociﬁ Services, School of %ducation, New York
University, May, 1968.

Chall, Jeanne. Iearning to Fead: The Great Dabate., KNew York:
McGrav-Hi1l Book Company, 1967. i

Chail, Jeanne. Readability: An Avpraisal of Research and Appli-

'catiom Columbus, Chio: Bureau of Educatiorsl Research, 1958.

' Chall, Jeaane. "Recent Research in Reading and Learning viss-

bilities.” Journal of Tearaing Dissbilities, in press.

-
i

Chall, Jeaone S. and Peldmacn, Shirley, "Pirst-Grade Reading: An
Analysis of the Iateractions of, Professec Methcds, Teacher

. ) y
Irplementatiocn and Chiid 2ac N The Reading Teacher,
19”' 19669 569'575-




R T

Coeny

W A

KRR UL R L i 0 T R
.

54

Chall, Jeamne. "Risearchk in Linguistics and Reading Instructicn ;
'Illplications for Further Research and Praitice," Reeding end
Realism, J. Allen Figurel {ed.) Voi. 13, I;art I, Proceedings
of the Thirteenth Aanual Convention, International Reading
Association, Newark, Delaware, 1969, pp. 560-T1.

Reprinted ‘n Robert Karlin (ed.) Perspectives on.ZElementary

Resding: Principles and St ategzies of Teaching, - New York:

Harcourt Zrace Jovanovich, 1973, pp. 188-201.

4

Chall, Jeanne. Technical Manual: : the Roswell-Chali Disgnostic

Rea Test of Word Aralysis Skills, Revised and Extended,
Essay Press, 1976.

Chewsky, Carcl. "Stages in Langusge Development and Reading
Exposure,” Harvard Educational Reviev, 42, 1, Pebruary, 1972.

Chomsky, Carol. "Invented Spelling in the Open Classroom," Child

Language 1975, special doudle issue of Word, in.press.

Clsy, M. "The readirg behavior of § year old children: a research

_report.” New Zealand Journal of Educational Studies, 1966,
g, 11-33..

2




55

Clay, M. What Did I Write? Aukland: Heineman Educational Books,
1975.

Coleman, James S. Equality of Educational Conortunity. 'vlashington,'

D.C.: United States Prinmting Office, 1966.

Corder, Reginald. The Informaticn Bzse for Re=2ing. TFinal Report,

Project No. 0-5031. Berkeley, Calif.: Educational Testing
Serv:l.cg, 1971.

Dale, Edgar. "The Art of Reading" in Can You Give the Public What

It Wants? Cowels Educaticnal Corp., pp. T4-78, 1967.

Davis, Frederick B., Editor. The Literature of Research in Reading

with Enphasis on Models., Final Report, KEW, 19T1.

deliirsch, Katrina & Jansky, Jeannette. Predicting Readips Failure,
Harper-Row, New York, 1966.

Durkin, Dolores. Children Who Read Parly. New York: Teeachers

College Press, 1966.




=3
E

KM AR AR
|

.
=
:

56

Durkin, Dolores. "A six year study of children who learned to

read in school at the age of four,” Reading Research Quarterly,
Vol. X, No. 1, 1974-T5, pp. 9-61. '

. Dykstra, P. "The effectiveness of code- a3d meaning-emphasis

beginning reading programs.” The Reading Teacher, 22 1968,
17-23.

Dykstra, R. in Walcutt, C.C.,.Lamport, and McCracken, G. Tesching
Resding. Jev York: Macmillar Campany, 197h.

Elkipd, David et al. "Perceptusl Decentration Learning ard Per-
fomc in Slov and Average Readers,” Journal of Educational
Bsychology, Vol. 56, Bo. 1, 50-56, 1965.

- Peldman, Carol. A Repiy to "On Meddling" Unpublished Manuscript,

... 1976.

¢ ]
.1

Furth, Hans G. and Wachs, Herry. Thinking Goes to School: Plaget's
Theory in Practice. Few York: Oxford University Press, 197%.

3

Getes,”Arthur I. Interest and Ability in Resding. HNew York:
Macmillan Company, 1930.




E
Gates, A.I. ard Bond, G.L. "Readirg Readiness: A Study of

Pactors Determining Success and TMlure in Beginning Reading,”
rw.-hers College Record (1936), 37: 679-535.

Gates, Arthur I. "The Necessary Hentel Age for Beginnirg Reaiiy/
Elenentary School Jourral (1937), 37: u57-508.

«

Gephart, Williem J. "™The Targeted Research ard DEvelopnent Program

on Reading: A report on the application of the conveargence

technique.” Resding Research Cuarterly, S 1970, 505-523.

Goodman, Kenneth 8.. A study of oral reasding miscues that result {n
grematical retransformations. Pinal Report to U.S. Office
of Edusation, 1969.

L

-

Gooduen, Kenneth 8. “Words and morphemes ‘n ruding," in !.8} Goodman

and J. Fleming, Paycholinguistics ani. the teaching of ﬂ ng.

Bewvark, Del.: International Reading Aasociation, 1969. j

Jansky, J. & deﬂr:ch K. Prwent!.x_:g Readinz Failure. Bger

Row, New York, 1912

-
b

Kare, George R. "Assessing resdability," £x Resedrch

Quartgrly, 10 (1) 19741975, 62-102.




3

58

Kraus, Philip E. Yesterday's Children: A "ongitudinal Study of

Chi.dren from Xindergerien irto.the Aqult Yeers. Nev York:
John Wiley and Sons, Inc., 1973. .

( -
—

Lavine, L.0. The develorment of perception of writing in pre-

reading children: A cross-cultural study. Unpublished

° doctoral diose;ution. Departnent of Human Development,
Cornell Univers{ty, 1972, cited in Gibson, E. gnd Levin, H,
Bsychology of Resding, p. 233. .
. ” i
Libersen, A.X., Cooper, P.S., Wnu; 2.P., and Studdert-Kemedy
N. “Perception of the Speech Code.” fsychological Reviey, 74
1967, 431-k61.- .

]

Maraini, Po:;:o: The persistence of the ideugraphic script in the
For East: its competitive values verrus the alphabet. Cogy-
right 1973 by IXth International Congress of Anthropological
apd Ethnological Sciences, Inc. U.8.A.

Perry, William. Forms of intellectual and sthical developlent in -
‘

the college vyears; a scheme. New York: Holt, Rinehart and
Winston, 1970.

Popp, Belen. "Current Pra~tices in the Teaching of Beginning Reading,"
in Toward A Literate Society, John B. Carroll ard Jesane s.

_Chall, Pditors. New fork: Mcirav-Eill Book Compazy, 1975.




AL A R L

B AL R
L

R

-

2

59

Resd, C. "Pre-s~tool children's knoviedge of Englisk phonology."

Harvard Fducatiozal Review, L] 1971, 1-3%,

émh, §.J. et al. "Comparison of werd recognition speed and

strategies of less skilled and more highly skilled readers.” -

* Beading Research Quarterly, 9 (1) 1975-1976, 72-36.

«

Saith, Frank. Understandix_zg Resdi:z:j A Psycholinruistic Analysis

] \
to Read. BRev York: Eolt, Rinehart

Winston, Inc., 19T71.

. /

' * Soderbdergh, R. Learting in Early Childhsod. Stockholm: Almqvist
snd Wiksell, 1671. ‘

4

* e?u.mg.. Jane. "Implementation end Child Effects of Teaching
Practices in Follow Through Classrvoas." Monogranhs of the
Society for Ressarch {n Chi1d Development, Vol. 4C, Hos. 7-F,
. & 1976. .

v

Stauffer, R. “The '\t‘e}aict: Speculative controversy.” The Rending
Teacher, 19 (B) May, 1966, 563-56k & 575.
m. Rodert L. d4ir rehension “ducation.in Pifteen

' Comtries. Few York: Jobn Viley and Bons, Inc., 1973.

’




an
R i T TN SR SR

Versacci, Charies J. and Larrick, Mancy (Eds.). Highlights of
the Seventeenth Annual Conference of Lehigh University, Inter-
state Printers and Publisbers, Inc., 1968,

Walmgley, Sean Alasdair. The Criterion—rererengid measurenent of
-an early reading bebavior. Barvard Graduate School of
_ Edncation. Unpublished doctoral dissertation.

A
*

White, Sheldon et al. PFederal Pregrams for Young Children: Review

and Recommendations. Vo]..g I: Goals and Standerds of Public

Programs for Children. Washington, D.C.: HEW, 1973.

. ,
Wolfr, Peter H. The Develotmental mx'mlgge; of Jean Piaget and

is, Nev York: International Universities Press,
.y m.




s

April 12--A.M.

OPEN DISCUSSION OF CHALL PRESENTATICN

POSNER: 1 wonder how seriously we should take this idea of the necessity of the

bumbiing stage. That is, if we were

capable of designing a curriculum in such 2

way that the child made no errcrs at all, would that te 2 mistake?

/
i

CEALL: What I mean by the bumbdling stage is that the child "bumbles," even

without making mistakes in word racogn

»

reading tests there may be no mistakes,

ition, although rate will be slow, on oral

but there are a lot cf articuiatory and

Oother supports. For exampfe, they point if you let them, and they mouth the

words before they say them. I think, in fact, that this bumbling helps children..

I see that our job is not to teach that first grader how to read smoothly at

the very beginning, but to make it possible for hir to progress to even more

advanced levels. That is what wve have to work on because ] think the world is

not going to sit back anymore.  All parents want a good education for their

PR mmm"rwwmm v
u W

children. .
= /
? " SHUY: I would like é: pursue that just a little bit. If the bumbling is an
é, appropriate acquisitional stage in reading, would Jou encourasge the development
? of materials which would incorporate the "bumbling as part of the accepcable
? " pattern? -

- CHALL: It is not gecessnry. It's there. Just let the child read. There are

0ow many diary sZéi.u on prereaders and on begioning readers that can help

deteraine wvoether ¢ sumbling and bumbiing is natursl.
) +

==

SHOY: TYou don't Zeel that there is = need to develop materisls that will
- inocorporate this? . . -
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CHALL: No, it is plready there. b

: ~
Y 4 SHUY: Right. So what you would need, then, would be tg develop awareneds in

teachers, to know what that is. Is that what you are saying, s
teacher-educational project?

CHALL: . Yes. And also for ourselves, for linguists and psychologists who are
norléing in readiag. We also need to be aware of this. Many are not because
their brilliant children mdy go through the bumbling and lmbnm at 3 or &, when
© the child is not though* of as really reading. by the time the child is in first
grade, he is already st ata;e' twd.
| SIMUELS: Jeanne, I vas wondering if, in terms of your stage theory of reading,

you might not agree that you aight have three stages: a nonsccurate stage,

followed by mmin recognition, which still isn‘t the atage that you are
~ ' aining for, followsd by “beyond acouracy,® or automaticity. lutmucit.}, when

reading seaningful material, begins to take you 4into z%:mn of fluent

= reading. Perhaps we just have to realize that the student

1 go through those

* stages and can't magicaliy, be brought to < “"meaning stage” befcre he goes
S through some of the others.

CHALL: Yes, I think so. You se’m L0 bs relining certain parts and giving them

Would you agree with that? s -

different labels. Yes, I could agree with that. The vay I see it {3 that we
‘siteh & child at g certain point ¥We will have to devise tesutotcl. us whgt,

. the point {s. The m:un. atindardized tests fer resding do not. get at some of
mmwxmmmmb-nm ' g
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GOODMANY I fust was sort ®f floored by Dr. Posner's question about whether JOu
v

could construct an initial stage in which there were no errors.
,‘{' o

Ve I don't know who saic it, but sczebedy sa.d, "anytning worth deoing is worth

.

doing b2dly,” and I can't conceive of any kind of human learning, particularly

ianguage learning, that ocasuld F:38ibiy not produce error.

One thing that occurs 1o linguists and peycholinguists who are talking about |t I
i8 the effect of risk taking on the learning process. That or .cerns me ir terums

of any initial concern for acturacy as a value for {ts own sake.

CHALL: That's great. real.iy got started after readirg Peter Wolf, the

paycriatrise because I felt that with a purely cogu:itive view, you cannot

explain reading. You cannot expiain why somwe cnildren pake it, 2na others do

PR

aot. It scexs to ame that ‘s just whal you said. To learn to read is to risk, to
dare, to have courage, at all the Stages. not only at Stage 1. in fact, for

childron\ who are initiated into reading by a highly structured code-smphasis

1

prograa, where they learn specific elements or skiils and are reinforced for
acourate reading, less risk may be invcived than 1n reading their first books.

Nov they have tc "not get” every word and still understand wnat they read,

STICHT: I have three things, Jeasne. The first one is the question about your

PR

stages and sove of the othar queasticns hiere involved in that. Pas !

. ‘ /
. i
Do you consider these stages to0 be descriptive of performance, for whicb we

need to look for underlying causes. That {s,-would you say the burtiing stage is

an sxpression of the sycholinguistic guessing game, mavbe, rather than something

}ou want to tzach for? How do you fasl about thede as being descriptions of

s perforsancs, wnicn we shouid then try to underatand? .
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Second, do you really think that these stages are,indepéndent of method?

And then third, why isn't this a theory or model?

CHALL: Regarding your third question, I use scheme rather than thecry or model

in réoognition of the work that remains to be done on it.

' x{esarding our first question, 1 really dcn't know if I can answer it

specifically now.\

With regard to your second question, I think to i certajin extent method is
alug;a a part of reading development. But netbodiia only one aspect of classroom
and general school influences. And there are even broader influences on- the

environment such as the home, the mass media, the literate and general culture.

For example, Robert Thorndike reportea from the IRA studies of 15 countries
that in developing countries, if you go to school eight years, you only read on
the ;verage on about a fourths or sixthfgrade level, by the satandards of ‘the
developed cOuntries., If you go through the 12£h grade, you achieve on a sixth-
cr oighth-sqade’level. And in ocur own population, why are some child;en in
-acbool for :12 years and end up reading only llkg 8th graders? 1 am making the
assumption that the people in developing countries énd the minority groups in the
U.S. who lag behind in reading are qgt signiricanfly l;sa bright than those who

achieve. (

LS

' 7 ~
STICHT: The point I am trying to get to here, then, {s da\\zgtjjéonatrue your

. §
stages as milestones sgainst which one would look at these other variables and

e
N

tr1 to see hox tx~y relate to these various' levels of performance?
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.CHALL: Yes.
STICHT: Bul underneath these, there are “some cognitive things going on.

CHALL: Thé:e are cognitive. You carnot do stage fi¥e unless you are able to do

high level collegs work.

The point is: How do-you start with ‘children? I am starting on the
assumption that what this country s 1$;;1ng for are ways to equalize
opportunities in education. One of the main ways tc make it possible is through
literacy. Ard I don't mean Just reading; 1 didn't 8o into writing, but {t's

definitely a part of the developaent.

FREDERIKSEN: When you use the word "stige,* I assume }ou mean stage in the sense
of a developmental seztence of some sort. You describe stage two as a stage in
which you read not to learn but to confirm what you already kno.. Does this mean
that you believe that if a child reads a Dr. Seuss story, the child already knows

the content of that story?

CHALL: That's right. He knows it in the brcadest sense. He may not lnow that
particular st -y, but he knows others iike it and is familiar with the language

as well.

FREDERIKSEN: Surely, a child can‘: write down describe the content of a story

befors he reads it?.

CHALL: You are right. Specifically, vou can't. Sut 2 & general sense, you

< AY
can. Children know nursery rhymes and fairy tsles ang other chi.dren's stories

- j : 39
- | .
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£
that have been read to them frow the preachool years cn. The ©Dr. Seuss books

wohild fall intc that category. Wwhen the child reads them himself, they are gquite

b ’}I{Er to him. Perhaps nct tne specific, now stery, but the general form.

-

PREDERIKSEN: The reason 1 ask that 1is that 1 would regard the stages you
described more as a reflectior of the way in which reading i{s taught, than as a
representation of any kind of invariant stages of development.

—~

CHALL: No, I didn't ssy "invariant.®

FREDERIKSEN: wWell, I used the term "stage” as referring to the same breadth as

Sticht.

CHALL: It may be, but I thipk 1t’13 probably broader than that. If you 1include
in the way reading is taught the general literar; =nvirongzent--the availability

of books, the empha .3 an readihg in the nowme, the 7zna0l, and in  the general

culture--then I think we would be oloser to Wexplaining the environzental

influences of the stages. whether the 3tages are lpvariant and whether they

devel o in the order ] propceed i1s to be determined.

FISHER: Recently I was speawing o some reading teadhers apout this, =and ]

3
£

noticed when yc. went through your stages, you 4idm’t tie 1n any age frame

time frames.
CHALL: 3nb, I nave them, Lut | 23:4 n - t A readingd *ne paper.

FISHER: Okay. There is
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like to poirt out, and that {s that when they experience kids who have drfficulty
for long pericds of tize, for exazple, on the {ritial decodirg stage, w.ien i1s it
&ppropriate for teachers to take the kids out of their Classrocs group and send

them individually to remediai traicing?

CHALL: The answer to that comes from knowielge we have already. There is
coﬂéiderable 'know}edge on reading disadbility an3 treatmeht and or when tc refer.
The sooner the better. Where there is money, ycu begin to make the referral by
the wmiddle or end of first grage, when you see the child is having ai1ffisulty.
He or she vsually ends up in less trcuble ir the long run, and it is cheaper aiso
in terws of - -~ amount of treatmen. that has to be given. Many scbocis have been
doing eariy tesftng of xirdergirver conildrar an ireacr olers t.- {lent.fy tiose

predicted o hsve early failure,

FISHER: There seems to be scme sccial feedback. You take the kig cut of his
special group: he no ionger gets peer approval; he's not part of the peer group
8ny more; hne becomes a separate £nLity, an¢ he 1is reluctant to participate.
They would rat: r stay in the class and do the kina of trings the other kids are
doing, even {f it means buzvling aleng. Is there a way in which to ¢hange his

sttitude?

GHALL: It ie a difficult decision to maked-whether to take a child out of his
classroog for extra hels froz a tutor or remecial special.st, whether to send him

to a resource room for scme of his instructiom, or whether to pu.t hRix into a

spacial clesarcom.
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Many states are in fact reviewing their procedures for making such decisions
and in Massachusetts, fer example, a decision of this kind can be made only after

an evaluation by a multi.isciplinary teazm.

But with problems not severe enough to require a multicisciplinary team, it
would seem that teachers need to have the authority to make the decision. Teo

often, unfortunately, they do not work on their own authority.

FISHER: I think they are a Iittle reluctant to make that comaoi‘ment.
CHALL: it is part of their professional training; they snould make it. wWho

else should make such a cozmitment?
FISHER: I don't know. That was the reason for the question.

CHALL: The child may be asked for his views on the matter and they should ope
taken into acccunt, but the teacher, parent, and various specialist. shcuid make

the decisions, I think.

SINGER: I was very much izpressed when I read Fhilip Gough's aralysis ol {nput
stimuli and responses to them in beginnlag readers. It was in the articie titled
One Second of Reading, which appeared in the second edition of Theoretical Models
and Processes of Reading =dited by zmyself and Rober:t Ruddeil {Newark, Celaware:
Isternational Reading Asscciation, 1976). He pointed ocut that youngsters
learning tc read are like cryptographers. They formulate hypotheses and then
perfors tests on the printed mexsage to determine whether their hypotheses can be

confirmed. To do so, they have to have adequate input of coded material.

However, beginning readers have not had nor could they hase had adequate




o

April 12--A.M. ) 7

instructional input for forming ccrrect hypotheces. Yet they still have to
responc to printed stimuli in learning to read. Those children who d¢ =20 have to
be willing to take risks in bridgirg and filling in the recessary information for
forming appropriate bkvpotheces. Perhaps they rill in by <drawing upcn the
syntactics, semantics, aﬁd prornclegy of their relatively sophisticated cral
language backgrourd. The risks that they take in doing sc are the kind of
gambling strategies in concept attainment that Bruner, Goodrow, arnd Austin

discussed in their book on Ihe Study of Thinking (New York: Wiley, 1956).

1 would like you to cozment on ar implication of tihis risk-taking, gambling,
and hypothesis-testing process. Perhaps what we oLght to do to improve reading
acquisition benav.icr, given the necessity of risk-taking for beginning readers,
is discuss how we can set up conditions in schoois to ericourage youngsters to
take risks, to acquire ganbling strategies, and to roén and test hypotheses in
their inittial responses to printed stimuli. What kinds of instructicnal

conditions can we set up that woculd allow and encotrage kids to take risks? How

can we prepare teachers for this kind of/fnstruction?

CHALL: That's a good point. The good teacher, I think, has an intellectual

excitement about the whole task of reading. You can have excitement at the

beginning stage. When a child misreads or reads a word correctly, the teachers
’ ]

say, "How do you know? Prove it to me. Be a scientist, prove it."

In the 27 cooperat?ve USOE studies Shirley Feldmann and I studied the effect
of the teacher on first-grade reading achievement. e found that teachers digd
make a 4ifference. One of these factors that made a differen-e was a thinking

approach tc learning.

(
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I should iike t2 say herz that 1if I
bazause I coula present
because of tize i:m‘tut.cr > e - 2173
present . wizh regard ! : 3 3t ine begirring, tre excitement for “the
cnild 18 with : ! you spelil dog?" "mny did you spelt it

¥
way?™ Aand r i : Lhe 3tory and pernaps «ny tne authof made
y

it end . .2y ToncePn cove to George washirgton and

why he 2ecaze the first president.

I think “hat we may move in too faat a te oritieal

reading.

¥




